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Telecollaboration has emerged as an effective way to promote language 
competency and intercultural communication. The intention of this study is to 
contribute to the current investigation in the field of computer-mediated 
communication by examining if the use of telecollaboration can lead to 
significant gain in L2 proficiency in novice-level learners and in what ways. 
The aim of this study is to analyze students’ perception of the telecollaboration 
experience,   its   implication   of   students’   motivation,   and   if  significant 
improvement in language proficiency among novice-level learners exist and 
can be measured. In the attempt to study the effect of telecollaborative 
exchange projects in the field of foreign language acquisition, a 7‐week virtual 
collaboration was conducted between an Elementary Spanish 1 college class in 
the United States and an Elementary to Intermediate English university class in 
Chile. The telecollaboration consisted of eight videoconferences and the 
creation of a website between the partners. A similar group of Elementary 
Spanish 1 students was involved in the experimental study as the control group. 
Using qualitative and quantitative data collection this paper examines whether 
or not the participation in the telecollaborative partnership resulted in language 
gain and a positive interest in learning about the target culture. Students’ 
interests and feedback were analyzed by the researchers and authors of this 
article. The results showed an increased level of language skills as well as a 
  change in motivation and intercultural awareness.  
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1. INTRODUCTION 
This article is designed as an exploratory review of a 
small-scale teaching experiment in which two 
undergraduate courses were involved in an 
immersion-type language virtual exposure using the 
target languages (Spanish and English) facilitated by 
Skype. The authors of this article are the researchers 
and instructors of the two language courses involved 
in the exchange. 
Communication, culture, and language learning are 
strongly interdependent. There is a consensus among 
scholars and educators that language learning requires 
rich opportunities for discussion; meaningful 
interaction between members of different cultures is 
essential to promote authenticated and incidental 
language acquisition as well as to transmit cultural 
beliefs and values in spite of geographical distance. 
Because students of foreign language are generally not 
immersed in a target language environment, effective 
communicative and cultural interaction becomes a 
daily challenge for language educators. 
The body of studies in the field of Internet-mediated 
intercultural foreign language education (Thorne, 
2006) and the “new linguistic renaissance” 
(Tagliamonte & Denis, 2008, p.27) represented by 
telecollaboration (TC) has been remarkable in the past 
decade and has reported many successes and 
challenges. The line of research has focused its 
attention on three major fields: 1) the affective factors 
involved in a digital but human interaction between 
two subjects and their effect on students’ motivation 
(Belz 2003, 2005; Blake, 2000; Kramsch and Thorne 
2002, Thorne & Ware 2005; Abrams, 2003), 2) the 
development of students’ intercultural competences 
(Beltz, 2003a, 2007; Chun, 2011; Cummins and 
Sayers 1995; Helm, 2009; Kern 2000; O’Dowd 2006; 
Dooly & Sadler 2013), and 3) language gain (Belz & 
Kinginger, 2002; Belz 2005; Cunningham, 2016; 
Kakegawa, 2009; Sykes, 2005; Vyatkina & Belz, 
2006). However, the study and implementation of the 
effects of those tools on students’ motivation and 
improvement of specific language skills is still in its 
infancy. Difficulties and failures of virtual exchange 
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experiences have been ascribed to a variety of factors: 
differences in communication/interaction styles 
(Ware, 2005), discrepancies due to age differences 
(Lee, 2004), mismatch between assignments and 
learning outcomes (Greenfield, 2003), practical 
limitations due to different time zones, academic 
calendars, or assignment alignments (Ware, 2005). 
Psychological compulsion created by the immediacy 
of the synchronous video communication has been 
identified as one of these concerns by the students of 
our telecollaboration project and by many researchers, 
for example O’Dowd (2005). 
The researchers and authors of this article built on the 
growing body of studies in the field by analyzing the 
results of a 7-week virtual exchange project. After a 
brief description of the history of intercultural and 
language virtual collaborations between classrooms 
and their pedagogical implications, the authors 
describe and analyze a project that was conducted 
between an Elementary Spanish 1 class at an 
Historically Black College in the United States and a 
public university in Chile and the data stemming from 
students’ final surveys. At the same time, results from 
language assessments completed by the U.S. students 
are compared to a control language class that did not 
participate to the TC and conclusions are then studied 
to determine the validity of this type of activity as an 
instrument to strengthen language competencies even 
in novice-level classes. 
Underlying this approach is the acknowledgment of 
the importance of the integration between real 
communicative discourse that is not teacher-centered 
and new technologies in the language class. According 
to Cuestas: 
 
if learning to effectively communicate in the 
foreign language is the primary and perhaps 
the most relevant goal in language education 
and Information and Communication 
Technology (ICT) is so important in the 
current culture, joining both features to 
improve learner’s learning processes would 
seem to be more than an appropriate response 
to the need to innovate in language teaching 
(p. 50). 
 
The experience of telecollaboration between the two 
pilot classes provided evidence that a well-crafted 
virtual exchange project holds great potential to 
increase language skills and strengthen motivation 
among students who may otherwise lack the resources 
to take part in study abroad initiatives. Indeed, despite 
many intercultural programs such as the Generation 
Study Abroad Campaign promoted by the Institute of 
International Education, global learning is not 
available to many college students in the U.S. 
According to the Institute of International Education, 
only 10% of undergraduate students have studied 
abroad, and out of the 14% of African-American 
students in U.S. colleges and universities only 5% get 
a study abroad experience before they graduate. The 
percentage is even lower in Historically Black 
Colleges, where only 3.4% of the students get such an 
opportunity (IIE, 2016). 
Administrative challenges to establish and maintain 
robust Study Abroad Programs and the prohibitive 
costs of the latter are a determinant factor of the low 
participation number. In the effort to guarantee “global 
competency among college students” (Cluster & 
Tuominen, 2017) academic institutions are putting a 
growing emphasis on small-scale learning activities 
and virtual intercultural projects, aiming to create a 
cost-effective and high impact opportunity of 
intercultural discourse. Cluster and Tuominen note 
that: 
 
For the community college students in the 
United States, such an IaH opportunity 
enhanced their cultural learning without 
requiring an expensive and likely 
unattainable study abroad experience. [...] 
Ongoing IaH activities may even inspire 
students who might not have thought much 
about study or travel abroad to incorporate 
this type of global learning opportunity into 
their future educational or life plans. In that 
way especially, IaH activities have 
transformative potential” (p. 335). 
 
The following questions guided the research: what is 
the student’s perception of the telecollaboration 
experience? What are the implications on students’ 
motivation in a telecollaboration project? Does 
significant improvement in language proficiency 
among novice-level learners exist and can it be 
measured? 
 
2. LITERATURE REVIEW 
2.1The History of Telecollaboration 
First attempts at collaborative partnerships as a way of 
communication between classrooms around the world 
can be traced back to 1921, when the French educator 
Célestin Freinet was looking for ways to improve his 
classroom management skills, and decided to start 
deviating from the traditional pedagogical approaches 
by integrating “techniques in which students as a 
group assumed more responsibilities for their learning 
and where motivation grew naturally from 
collaborative activities” (Cummins & Sayers, 1990). 
The same year, Freinet published his first edition of 
students’ class work and projects in the school 
newspaper (Les Journal Scolaire). Three years later, 
the classroom articles in Les Journal Scolaire became 
part of interscholastic exchanges with Rene Daniel, an 
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elementary school teacher in Tregunc, in the province 
of Finistere. The arrival of the first package of free 
texts and local cultural artifacts from the sister school 
was recorded in Freinet’s diary on October 28, 1924; 
by 1930, 250 schools were exchanging free texts and 
cultural packages locally, and later on, internationally. 
Freinet’s pedagogical  ideas  of child-centered 
education, social interaction and international and 
perennial dialogue between educators and students of 
other schools were at the base of his “interscholastic 
correspondence” and the Modern School Movement. 
The next evolution of Freinet’s cultural packages and 
free text exchange was the pen-pal correspondence 
programs between partner schools around the world, 
prevalent in European high schools in the 1980s. But 
it was only in the early 1990s, with the development 
of networked technology, that tandem learning started 
to find its application in foreign language classes, 
planting the seeds for a plethora of future cross- 
cultural projects. In 1992 Beauvais and Kelm reflected 
on the benefits of a new software, the InterChange, an 
instrument of the Daedalus Integrated Writing 
Environment in a computer language laboratory while 
the work of Tella (1991), the Orillas Network 
(Cummins & Sayers, 1995) and the AT&T Learning 
Circles (Riel, 1997) constitute first examples of online 
collaboration projects between institutions around the 
globe. The use of what they called “computer-assisted 
classroom discussion [CACD]” seemed to have 
improved students’ motivation (Beauvois, 1997, 1998; 
Kern, 1995; Oliva & Pollastrini, 1995) and the overall 
quality of the L2 production (Beauvois, 1997; Kern, 
1995; Oliva & Pollastrini, 1995; Warschauer, 1996). 
In 1995 Mark Warschauer collected in his Virtual 
Connections:    Online   Activities   for  Networking 
Language Learners cross-cultural communication 
projects organizing them into categories: e-mail 
interaction, intensive writing project using internet 
newsgroup,  real-time class discussions, cyber- 
surveys, global cafes, cities projects, virtual travel 
activities and so on. Based on the work of Warschauer, 
O’Dowd and Ware in 2009 divide the above 
mentioned  activities into three  groups: 1) 
informational exchange tasks in which partners 
introduce each other’s biographies, their cities, daily 
life, and any other aspects of their home culture, 2) 
comparison and analysis tasks of parallel materials, 
cultural products or practices of both cultures, and 3) 
collaborative   tasks,  where   students  work 
simultaneously on a joint task. 
In 1998 Nilsson introduced the concept of 
“Internationalization at Home” at Malmö University 
in Sweden as a way to respond to the demand of 
international-oriented curricula due to a growing 
immigrant population (Agnew & Kahn, 2015). His 
investigation highlights not only the undoubted 
 
relevance and innovation of online communication as 
a new and exciting instrument of language learning, 
but also the application of significant contents and new 
formats of informal practice into formal learning 
(McLoughlin & Lee, 2010). Reciprocity, intonation, 
and pronunciation now became important components 
of the language learning that “is understood as an 
organic process, fostered through cognitively 
challenging, meaningful use of language” (Dooly & 
O’Dowd, 2012, p.14). 
The amount of research on the topic through the course 
of the years has grown dramatically as the practices of 
telecollaboration have found more space in many 
language classrooms and laboratory settings, enough 
to represent a “second wave” in the foreign language 
teaching scenario allowing “for the creation of new 
tasks previously inconceivable” (Puentedura, 2012). 
Recent years have seen interesting new trends that 
involve the blending of the e-tandem and Cultural 
models or the development of new forms of exchange 
in a lingua-franca through innovative partnerships: the 
Erasmus + Virtual Exchange program (2018), 
sustained by the European Commission, aims to 
enlarge the platform of the traditional European 
exchange program recipients, the Soliya Connect 
Program Collaborate (2018) that promotes 
collaboration projects between partner schools on 
awareness campaigns about poverty and migration, the 
Stevens Initiative, the Virtual Exchange Coalition, the 
launch of a UNI Collaboration International Academic 
Journal, or the Collaborative Online International 
Learning Network (COIL) developed by the State 
University of New York (SUNY) to connect distant 
partner schools in subject-based international courses. 
The argument carried by these initiatives and 
embraced by institutions of higher learning is that 
virtual intercultural and language exchanges constitute 
such a valuable learning experience for students that 
they should not be confined in the space of “add-on” 
activities of traditional classes but must be integrated 
as credit-carrying courses and recognized by colleges 
and universities (O’Dowd, 2016). 
 
2.2 Context 
Communication is one of the five Cs contained in the 
Standards for Foreign Language Learning in the 21st 
Century (2006). In the context of language learning it 
is evident that language studies’ main goal is acquiring 
communicative competencies, fluency, and accuracy 
though negotiation of meaning (Long, 1996). 
Language learning requires rich opportunities for 
discussion and meaningful interaction between 
members of different cultures; to reach this objective, 
authentic interactions in the form of class-to-class 
virtual partnerships, where “the language is not a 
means, but also the outcome and the process” 
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(Cuestas, 2013) represent a valuable resource. In 
Chile, English is officially taught as part of the 
curriculum from 5th grade onward (MINEDUC, 
2015). The government seeks to equalize opportunities 
by building essential skills to succeed in a demanding 
global environment, like English proficiency and 
information and communications technology (ICT) 
competence. Notably, The Ministry of Education 
funds programs to improve the insufficient level of 
English that students acquire in state-maintained and 
subsidized schools. Telecollaboration allows students 
to engage in interpersonal, learner-computer, and 
intrapersonal interaction (Chapelle, 2003; Ellis, 1999) 
through tasks. They are encouraged to work 
collaboratively on computer-mediated and face-to- 
face communication with other speakers from 
overseas. Regarding this, Bañados (2014) observed 
that after applying an innovative Communicative 
English Program using ICT, students improved their 
language skills and reported high satisfaction levels. 
English proficiency at the university may stimulate 
international collaboration. However, poor language 
learning experiences at school inhibit the process. 
Considering that Chile has high internet penetration in 
Latin America, with an estimated of 12.3 million 
internet users (British Council, 2015), 
telecollaboration could potentially improve this 
situation. 
Through the course of decades, scholars and educators 
have devoted much time and effort in developing and 
studying interactive projects. The plethora of 
academic and pedagogical studies and perspectives is 
reflected in the extensive terminology used to 
categorize these practices: computer-mediated 
communication (Hiltz & Turoff 1978), 
telecollaboration (Beltz, 2001; Warschauer, 1996) 
online intercultural exchange (O’Dowd, 2007), virtual 
exchange (Helm 2015), internationalization at home 
(Nilsson, 2003), internet-mediated intercultural 
foreign language education (Beltz & Thorne, 2006) 
and teletandem (Leone & Telles, 2016). 
Telecollaboration is the term most used to describe a 
collaborative language and cultural interactions with 
peers of the target language in regular synchronous or 
near-synchronous classroom settings where the 
dialogue between partners is learner-led, unfolded 
through regular and intensive interaction, and 
integrated into formal instruction to develop a 
measurable increase in specific skills. 
Traditionally, two forms of telecollaborative 
partnerships are used: the e-tandem model and the 
intercultural model. The e-tandem model is a 
communication practice between individuals of two 
different languages and cultural backgrounds that aims 
to develop linguistic competence and students’ 
autonomy (Luo & Yang, 2018, p. 5). Exchanges are 
usually written half in the target language and half in 
the native language, with a marginal intervention of 
the teacher. E-tandem exchanges can, in fact, occur in 
or out of classroom settings and students are 
responsible to choose themes of discussion and correct 
partners’ errors. In the last decades, researchers have 
demonstrated the positive impact of this form of 
collaboration on language and pragmatic competence, 
(Throne, 2003; Ware & O’Dowd, 2008) defining it as 
a “institutionalized, electronically mediated 
intercultural communication under the guidance of a 
language cultural expert (i.e. a teacher) for the purpose 
of foreign language learning” (Beltz, 2003, p. 2). 
In the intercultural or Cultura model, the focus is 
placed not only on the language learning outcomes, 
but also on cross-cultural awareness acquisition. The 
teacher plays a more decisive role in guiding class 
discussions that are integrated closely in the course 
curriculum and in the design of collaborative products 
or tasks with a shared objective as “it is believed that 
the creativity demanded by the joint project and the 
close sharing of tasks, goals, and inspirations is 
supposed to generate in-depth intercultural learning” 
(Luo & Yang, 2018, p.6). 
The telecollaborative project analyzed in this article 
aimed to follow the Cultural model thus, students 
collaborated to practice language skills and deal with 
the cultural matter to compare similarities and 
differences between their countries. 
 
3. METHODOLOGY 
3.1 Participants 
Fourteen Spanish language learners enrolled in an 
Elementary Spanish 1 course at Edward Waters 
College, an HBCU in Jacksonville, Florida, U.S. and 
fourteen native speakers of Spanish enrolled at La 
Universidad de Los Lagos, in Osorno, Chile 
participated to the pilot 7‐week virtual exchange 
project utilizing Skype as means of communication. 
The instructors of the courses and authors of this 
article made initial contact through the 
Unicollaboration platform. The primary goal of their 
project was to examine if students were able to 
improve their language skills, cultural knowledge, and 
increase motivation in foreign language study. 
The U.S. students comprised six males and eight 
females who were between 19 and 23 years old, while 
the Chilean class was constituted of six males and 
eight females who were between 19 and 33 years old. 
None of the U.S. or Chilean students had previously 
spent time outside of the their countries. 
The Chilean class was selected because the semester 
schedule between the two university classes aligned 
more closely and thus allowed for a longer virtual 
exchange. 
Students in the U.S. participated in the language 
course to fulfill a general study requirement and their 
initial motivation in the class was low, while the 
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Chilean students participated in the exchange as an 
extracurricular activity to improve their language 
skills. The project was embedded into the Elementary 
Spanish 1 course for the U.S. students and guided by a 
curriculum that incorporated readings, in-class 
activities, and assignments that reflected the topics of 
the dialogue sessions. Participation was voluntary for 
the Chilean students and mandatory for the U.S. 
students and corresponded to 20% of their final grade. 
 
3.2 Instruments 
The Skype meetings of one hour each were conducted 
half an hour in Spanish and half an hour in English in 
computer rooms. Discussion questions and 
instructions, carefully prepared by the two instructors 
were inserted in a task sheet that delineated the weekly 
discussion topics and open-ended questions. Themes 
included: comparison of leisure time activities, 
educational systems, multiculturalism, the role of 
family, city life, friendship, and current events. The 
questions were designed to be pertinent to students 
real-life, but at the same time mimic specific 
vocabulary and structures that were familiar because 
included in the course curriculum. While students 
were asked to study and prepare discussion before the 
weekly session following the topics assigned, they 
were allowed to extend the theme of their choice being 
the main focal point on the interaction, not the content. 
The telecollaborative sessions were organized 
according to the model described by O’Dowd and 
Ware (2009): the first phase was constructed as an 
informational exchange, where students described 
their biographies and shared information about 
everyday life. In this stage, students had ample 
opportunities to introduce themselves and to be 
acquainted with their partners’ home habits. As 
mentioned before, students were required to practice 
vocabulary and structures before the Skype meeting, 
through online activities designed to reinforce their 
language functions. The next sets of telecollaboration 
sessions centered on comparisons and analyses of 
similarities and differences detected in cultural 
practices. In this phase, students employed cultural 
questionnaires and an in-depth dialogue of distinct 
meanings of concepts and linguistic expressions from 
the two cultures were encouraged. In the last stage, the 
two classes were charged with the development of a 
final product: a website that contained students’ 
photos and video recordings of the TC, descriptions of 
their cities and campuses, and short paragraphs that 
recycled information from the open-ended questions 
previously used. Blending of synchronous and 
asynchronous activities allowed the students to access 
various functional skills including writing and reading 
while reviewing forthcoming performances through 
the recordings of the video exchanges uploaded on the 
 
website constituted a self-assessment opportunity, 
even for novice-level learners. The U.S. semester 
ended at the conclusion of Phase III with a survey on 
general opinions. 
Lastly, final language assessments were administered 
in the U.S. to the experimental course and a regular 
language course that functioned as the control group, 
thus the variable in this last observation was the 
presence or absence of the telecollaborative 
partnership between language learners and native 
speakers. 
 
4. RESULTS AND DISCUSSION 
Data were collected using a survey and a final exam. 
Two types of analyses were conducted: a qualitative 
study of the data obtained from the survey completed 
by the U.S. and the Chilean students and quantitative 
and comparative analysis of a final assessment 
administrated to U.S. participants and non-participants 
of the TC. 
The mixed-method approach in the collection of data 
allowed the researchers to reflect on the effectiveness 
of the project from different perspectives. 
 
4.1 Survey 
For the first type of analysis, students were asked to 
respond to 3 statements using Likert-type scale 
ranking from 5 (strongly satisfied) to 1 (strongly 
unsatisfied) and three open-ended questions, aimed at 
indicating students’ satisfaction and communicative 
successes and failures of the learning experience. 
Surveys were administered during the last week of the 
exchange; the questionnaire was embedded in the final 
exam for the U.S. students while Chilean students 
completed it outside of class and emailed responses to 
the researcher. 
The surveys’ answers (Figure 1) depict a high 
percentage of satisfaction among students of both 
countries regarding perception of the validity of the 
learning experience and communicative outcomes. 
Students were able to exchange information with each 
other effectively and smoothly and evaluated their 
participation positively in the project. The higher 
satisfaction rate expressed by the Chilean students, 
although not significant, could be attributed to their 
higher proficiency level in English; these students may 
have been better equipped linguistically thus more 
confident about interpersonal communication. It is 
worth considering these circumstances when 
designing future telecollaborative projects. 
Students were also asked to respond to two open‐ 
ended questions as well as an optional comment that 
solicited general feedback. The researchers coded 
responses to reveal patterns in students’ perception of 
the relevance and interest of cultural learning in 
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foreign language classes as well as challenges 
encountered during the experience. Comments were 
thematically organized in 4 categories as shown in 
Figure 2. 
From both participants’ perspective, the 
telecollaboration experience was notably relevant and 
positive. Students developed a sense of self- 
accomplishment and appreciated the “real-life” 
communication setting that allowed them to manage 
deep, meaningful, sustained conversations with 
international students whom they would not likely 
have had contact otherwise because of the lack of an 
exchange program on campus. The program also 
ultimately promoted friendship between students that 
persisted after the course. 
As the following quotes from students illustrate, 
participants were open and interested to know about 
others’ personal experiences and different ways of life 
and were anxious to participate in the weekly sessions, 
enriching the discussion with personal topics beyond 
the assigned tasks. 
 
It was a different way to learn, focused on direct 
communication and was made easier by establishing a 
conversation on various everyday life topics. I felt 
good in managing the conversation and I was able to 
know better the person with whom I was talking and 
this was interesting. 
Sofia, Chile 
 
We were able to communicate with people who are 
Spanish speakers and this complemented what I 
learned in class and at the same time allowed me to 
talk about other topics. It felt as if I was from a 
different culture and I started to like speaking in 
Spanish because it is like having a special talent. 
Rashard, U.S.A. 
 
Cultural awareness refers to the ability to evaluate an 
individual’s and target culture (Byram, 1997). The 
telecollaboration tasks seem to have enhanced this 
aspect as students started to debate on cultural 
similarities and differences. Students’ responses 
demonstrated mutual understanding and suspension of 
judgment of their diversities. 
 
I was struck by the differences in terms of maturity, 
since my partner was much more independent, he 
worked and studied as something very natural and 
everyone did, and he was also going to get married the 
other year in August, even though he is still very 
young. 
Stephanie, Chile. 
 
They are a group of college students just like us on the 
other side of the world, with the same likes and dislikes 
but with a different culture. The language and culture 
differences and peculiarities that may seem normal to 
you may seem abnormal to them because of divergent 
perspectives. 
Andrew, U.S.A. 
 
With regard to the language acquisition component, 
both groups reported to have gained new vocabulary 
and idiomatic expressions as they activated their 
linguistic background and used it in creative ways to 
be understood and convey their message. 60% of 
students declared to have used applications accessible 
via smartphone to look up words and correct 
pronunciation while 80% of the students reported to 
have prepared for the session by writing down and 
practicing on simulated Q&A guidelines. 
 
It was an aid for reciprocal language practice. The 
development of language fluency that allowed talking 
in English as well as learning how to communicate 
better in Spanish. 
Jorge, Chile 
 
Communicating was easy because we had vocabulary 
words and I was able to carry small talks rather than 
yes and no questions. I am now able to carry out better 
conversations and understand a broader vocabulary. 
Shavonn, U.S.A. 
 
In addition, students of both universities appreciated 
the authenticity of the project of adopting the target 
language for a communicative purpose and pointed out 
that they felt less intimidated corresponding with peers 
of the target language than in a professor-student 
classroom setting. The communication with a peer 
through a computer screen seems to constitute for 
some a non-threatening environment where learning is 
stimulated by taking risks with the L2. 
 
I believe that it was a good learning experience, as the 
program allows you to learn through empirical 
practice, putting in practice what learned during the 
academic course. I was able to communicate well. As 
I was talking with Julia, I realized I was able to use 
vocabulary in different contexts and it unveiled my 
abilities. 
Diego, Chile. 
 
My opinion about the program is good, since first of 
all, I consider that these initiatives are those that 
generate a positive change in education, allowing 
more flexible teaching to more effective methods. 
Stephanie, Chile 
 
It was less stressful than talking to your professor in 
class. When I was successful in communicating my 
ideas, I felt great and very happy. When I wasn't able 
to communicate my partner was still able to 
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understand what I was trying to say and then teach me 
the correct grammar or sentence structure; so it felt 
great to learn in a "real world" setting. 
Jasmine, U.S.A. 
 
Furthermore, in their comments students of both 
institutions recommended increasing the number and 
frequency of conversations as a way to facilitate even 
more profound relationships. 
 
4.2 Final exam 
The second part of the research interest was focused 
on measuring the language competences obtained by 
the TC group. Because of the alternation of different 
learning inputs and the enthusiasm demonstrated by 
students in the preparation and participation in the TC, 
the researchers were confident they would be able to 
measure a significant increase in language skills. A 
final exam featuring interpersonal speaking, 
interpretative listening and reading, and presentational 
writing tasks was administered at the end of the course 
to two groups at Edward Waters College. The first 
group was the experimental group constituted by the 
14 U.S. learners of Spanish enrolled in Elementary 
Spanish 1 who had participated in the TC. The second 
group was the control group formed by 15 students 
enrolled in a traditional Elementary Spanish 1 
language course. The control group shared similar 
characteristics with the experimental group in terms of 
number of students, age, gender composition, and 
initial language skills. None of the students enrolled in 
Elementary Spanish 1 had previously studied Spanish. 
The two courses of Elementary Spanish 1 followed the 
same curriculum and course material and were taught 
by the same instructor. Through the course of the 
semester, the hours that in the experimental group 
were devoted to the TC, where dedicated to traditional 
in-class communicative language activities in the 
control group class. 
Assessments were administered to the two groups 
electronically; the listening and reading portions were 
standardized computer-delivered tests reviewed by 
software, while the writing and speaking parts were 
evaluated by the researcher according to the Scoring 
Guide for Performance Levels for World Languages 
elaborated by the Ohio Department of Education. 
Scores were assigned using a grading scale 0-100. 
Figure 3 provides a visual summary of test scores 
achieved by the control and the experimental group in 
all four modes of communication. Results exhibit a 
considerable dissimilarity in interpretative listening 
and interpersonal speaking skills suggesting that the 
telecollaboration might have enhanced these abilities 
more effectively; students who were exposed to a 
greater oral practice through the TC received, on 
average, a score of 91% in the interpretative listening 
 
assessment and 88% in interpersonal speaking 
compared to 59% score in interpretive listening and 
69% interpersonal speaking score of the control group. 
The slightly higher grades in interpretative reading and 
presentational writing skills in the students who 
participated in the TC, suggest that the practice 
acquired through the language exchange may have 
also positively affected reading and writing skills. 
 
4.3 Limitations 
There is no common standard assessment to measure 
competences acquired in telecollaboration projects 
and criteria are difficult to establish due to the 
intangible nature of cultural aspects. 
The time and calendar differences caused some 
difficulties in scheduling the sessions for both U.S. 
and Chilean students. Furthermore, the results of our 
pilot project should be interpreted with caution due to 
the small size of the classes involved. 
The proficiency mismatch between participants from 
the two classes caused difficulty in design tasks that 
met the language needs of students of both groups 
(Luo & Yang, 2018, p.12). Several Chilean students 
reported the inability of U.S. students to keep the 
communication flowing in Spanish due to their lower 
language level (figure 4). The mismatch of linguistic 
skills between the two groups seems to have caused a 
“lingua franca effect” (O’Rourke 2002) where the 
necessity of maintaining a conversation stream 
precedes language balance and linguistic accuracy. 
Consequently, the need of more elaborate tasks 
expressed by some Chilean students in the final 
comments could be attributed to the above-mentioned 
linguistic discordance. For success, both 
telecollaboration partners need to establish clearly 
what each one expects of the other; failures may be 
caused by three common factors, such as different 
perceptions in terms of accuracy, response time, and 
message length. The most significant obstacles to 
learning English in Chile may be the attitudes and 
motivation of individuals and organizations. For 
example, the English Open Doors Program (EODP) 
still faces opposition. Simultaneously, individuals are 
motivated by higher incomes, and studying and 
traveling abroad. Dörnyei (2001) highlights that tasks 
should encourage a positive attitude towards the TL 
culture, and provide opportunities for language use, 
but also be motivating. Motivation can positively 
impact learning, which could be observed in a 
telecollaboration project between a Chilean and a 
Dutch university, in which students completed tasks 
through video-web communication sessions that 
resulted in higher motivation and better learning 
outcomes. In a similar project, between EFL learners 
in Japan and Chile, the high motivation of Chilean 
students allowed the process to continue despite 
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logistical and technical problems. It is possible that 
exchanges with congruent intermediate and advance 
L2 speakers might elicit different results. 
Finally, creating carefully structured and innovative 
telecollaborative projects and related assessments that 
enhance concrete learning outcomes represent a 
significant challenge facing educators over the future 
years (Baldassar & McKenzie 2016; Soria & Troisi, 
2014, Custer & Tuominen, 2016). 
 
5. CONCLUSION 
The virtual exchange project reported here 
investigated (1) students’ perception of cultural and 
language learning, (2) its implication on students’ 
motivation, 3) and improvement in language 
proficiency. 
Despite the fact findings are limited due to the small 
set of data collected, results reported gain in students’ 
motivation, inter-cultural awareness, and language 
development. 
 
Moreover, from the comparison between the control 
and the experimental group we have observed that the 
latter had developed better communicative skills in all 
four modes. To conclude, as instructors often have 
difficulties effectively incorporating communicative 
and culturally authentic activities throughout the 
foreign language curriculum, telecollaboration 
projects of the nature outlined in this article represent 
comprehensive tools that allow the thorough and 
methodical integration of language and culture in well- 
structured curricula even in novice level courses. A 
virtual exchange with members of the target 
community gives students increased opportunities for 
cultural growth through cross‐cultural and cross‐ 
lingual comparisons and simultaneously offered 
opportunities for meaningful, personal, and authentic 
communication and L2 development. 
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Figure 4 
Issues reported by participants 
 
 
 
Appendix A: students’ comments. Students’ 
responses and comments to our open-ended questions 
are the most valuable tools to evaluate the validity of 
this learning experiences. 
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